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Preface

By reading these words, you have already demonstrated some of the
daily disciplines of leadership. You are willing to acknowledge that
there are things you need to learn, so you are practicing the disci-
pline of introspection. You are willing to undertake the challenge
of acquiring new knowledge and skills, so you are practicing the dis-
cipline of learning. Whether you are a chief executive officer, board
member, department head, teacher, parent, community leader, or
business person, you are engaged in leadership. Leadership is nei-
ther a title nor merely the obvious activities of a person of author-
ity; it is who you are and who you do every day. Thus there are
people with the title of leader who do not practice leadership, and
there is an enormous reservoir of leadership talent among those
who have no leadership title. The daily disciplines of leadership
allow today’s leaders to become more effective and tomorrow’s lead-
ers to begin their pattern of successful leadership practice today.

Although I do not know you personally, [ have encountered
your colleagues who bear the burden of the leadership of complex
educational systems throughout the United States as well as in
Europe, Asia, and Africa. You are busy to the point of exhaustion
and therefore I realize that I have only a minute or two to convince
you that the following pages are worthy of your time. Thus, I will
do two things in the next few sentences. First, [ will tell you what |
already know about the challenges and frustrations that you face.
Second, I will explain how this book offers practical strategies to
enhance the impact of your leadership every single day.

4 f
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xiv PREFACE

Here is what I know about you. Your time is limited; each day
you face competing demands not only for scarce financial resources
but also for one of the most important resources of all, the time and
attention of leadership. Moreover, your choices are rarely clear-cut
and you must confront the fog of ambiguity regularly. You are weary
of the hype and tripe that masquerades as educational policy analy-
sis, and you are intolerant of one more fact-free debate. You know
that the worlds of education, business, government, and nonprofit
organizations can all contribute wisdom to one another, even while
you acknowledge that the challenges of all these sectors differ. You
are frustrated and sometimes angry at the pabulum that passes for
educational research, and you get very, very cranky with the
patronizing sophistry of the purveyors of doom as well as with bland
reassurances that all is well. You can handle the truth, and you pre-
fer it with unvarnished complexity and ambiguity. You know, in
sum, that Einstein was right when he said that things should be
made as simple as possible, but not more so.

How can this book help you? You will learn five critical insights
that every senior leader and policy maker must have. First, you will
learn how to create change even if there is initially no consensus in
favor of change. Second, you will create a leadership profile of your-
self, using the Leadership and Learning (L?) Matrix. In this way,
you systematically analyze the decisions that you and other leaders
make so that you focus your energies and those of your organization
on the practices with the greatest impact on success. In this way,
you learn what you can stop doing. If this book lengthens your to-
do list, then take it back for a refund. I have been successful only if
you are able to focus your efforts and those of your colleagues; the
discipline of focus requires abandoning initiatives that are ineffec-
tive, obsolete, and superfluous. Every school system has such ini-
tiatives, and among your most important duties is coaching leaders
and teachers on what to stop doing.

Third, you will master management of your most valuable
resource, your own time; you will inject relentless respect for the
value of time and intolerance for wasted time throughout your

14
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organization. Fourth, you will learn to create a new accountability
system that goes far beyond the traditional litany of test scores and
offers you and your stakeholders meaningful insight into the
antecedents of excellence for your organization. You cannot lead
test scores; you can only lead people. You will not motivate your
colleagues with vague promises and illusions. You will motivate
them with truth—both the tough truth of where they are now and
the inspiring truth of their own successes and how they can be bet-
ter tomorrow than they are today. Fifth and finally, you will learn
to identify the next generation of leaders and begin the mentoring
process immediately. In this book you learn how to evaluate, coach,
and develop more leaders. You know how exhausting the profession
of educational leadership is. You know that the shortage of effec-
tive leaders is the next crisis in education. In the short run, you can
continue to raid neighboring districts and states to meet your lead-
ership needs, but in the long run you must identify and develop the
next generation of educational leaders. You will help tomorrow’s
leaders practice the daily disciplines of leadership long before they
have a leadership title. While other new leaders react in panic to
new responsibilities, the leaders in your system relish the challenge
knowing that you have prepared them well for the journey.

One more thing. If no one has said it recently (and chances are
that no one has), thanks for what you do. I cannot vote for you or
extend your contract, but I notice your commitment and the fact
that a paycheck or an election night cannot possibly compensate
you for the job you do. In many communities, those in educational
leadership positions are the Bo-Bo dolls of public policy, expected
to absorb every blow without changing expression. [ grew up in a
world in which teachers; principals; board members; legislators;
superintendents; and other local, state, and national policy makers
were respected for their sacrifice and response to a call of duty.
Today it is open season, with jokes, personal attacks, and ques-
tioning of motives the blood sport of journalists and assorted
cranks. You persist not because your job is popular but because it
is important. You endure not because it is fun but because it is

i5



xvi PREFACE

necessary. You think that you have outgrown or outlasted the need
for appreciation, and perhaps that is true. But as a parent and as a
citizen, let me offer it nevertheless. Thank you.
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Chapter One

Students Are Not Customers

The Unique Elements of Educational Leadership

Leadership Keys

Students are not customers

Leaders are architects of improved performance
Results are not enough

Leaders understand the antecedents of excellence
Equity is not optional

Values and principles: a harbor during the inevitable storm

Leadership is an intimidating subject and an even more challeng-
ing role. There are more than twenty-six thousand books in print
that claim to be about this subject; thus if description and instruc-
tion were sufficient, one would think that the world is filled with
successful leaders. Nevertheless, when 1 ask people to name as
many truly successful leaders as they can—those they know and
those they have only become acquainted with through newspapers
and history books—the tally is rarely more than one or two dozen.
When [ further challenge them to identify whether the leader was
merely at the right place at the right time—the lucky leader, as we
shall call them in this volume—the list is cut by more than half.

This leads me to bad news, worse news, and good news. The
bad news is clear: excellent leadership is rare. The worse news is
that you do not become an excellent leader by reading this or any
other book. We authors hate admitting that our books do not cure
wrinkles, induce weight loss, and ignite the hidden qualities that
had, before a trip to the bookstore, been dormant.
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4 THE DAILY DISCIPLINES OF LEADERSHIP

This brings us to the less obvious good news: excellent leader-
ship is an acquired skill. It is not a talent endowed at birth. It is not
a character trait developed in childhood by parents. It is not a
matter of luck, at least if we define leader appropriately as the archi-
tect of sustained improvement of individual and organizational
performance.

Students Are Not Customers
The Enduring Impdct of an Educational Leader

“I never told you this before, but you helped me to stop being afraid
of school, and that changed my life.”

[ did not recognize the tall young man near the bargain table of
the Tattered Cover bookstore, my favorite hangout during the time
[ lived in the Rocky Mountains. He then extended his hand and
explained, “I'm Marcus, and you were my teacher in sixth grade.”

Ah, yes—Marcus. He was the smallest kid in the class, and as
often as not recess ended in tears. The transition from playground
to the classroom was not much better, where many of the other
kids needed him for his ability to translate their questions into Eng-
lish but appeared not to return the favor when Marcus needed help.
Every exercise was a struggle and every mistake was a terror that
reminded him of his inadequacies. If there had been any doubt, his
peers (and apparently his parents) reinforced his self-doubt. Marcus
responded to encouragement and small victories, routinely staying
after class or coming in early to ensure that he had not only solved
a problem but understood it.

As the year went on, the students took more responsibility
for blackboard work; I learned that daily demonstrations that
[ knew the Pythagorean Theorem were less meaningful than those
moments when my students assumed the role of teacher and
demonstrated their own understanding. This was hardly a risk-free
endeavor, as student mistakes were accompanied by catcalls
from peers. Skeptical administrators wondered aloud about who
the teacher was when they observed children, rather than the

I
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STUDENTS ARE NOT CUSTOMERS 5

appointed expert, holding the chalk and addressing the class. More
than once, Marcus had stumbled and retreated to his desk in tears.
Perhaps a kinder teacher would have relieved him of the obligation
to present a lesson, but [ knew that my task was a difficult balance
between gentle encouragement and uncompromising demands.

The day that Marcus presented in clear and precise language,
using numbers, symbols, and words, that the square of the
hypotenuse was equal to the sum of the square of the two sides of a
right triangle, he did not know that the principal, Mr. Robinson,
and his mother were outside the door listening. A moment after his
successful presentation of the proof, the eavesdroppers entered the
room. Mrs. Bencista was beaming. Mr. Robinson added in his
typical businesslike fashion, “That was excellent.” Marcus said
nothing, but from that day forward, his confidence and demeanor
changed.

In our brief encounter in the bookstore, Marcus explained that
he had become a successful diamond merchant, a business in
which visual acuity was second only to business acumen. “I use
what you taught me every day,” he said. “Thank you.” Perhaps
Marcus meant that he used mathematics, but I suspect that he also
benefits from the resilience, perseverance, and tenacity that I
attempted to instill in all of my students. I am fairly certain, how-
ever, that the thanks Marcus offered would not have been merited
if [ had created a classroom characterized by false reassurance and
the absence of challenge.

Delayed Gratification: The Essential Difference Between
Students and Customers

If you have been an educator for several years, perhaps you have
enjoyed the experience of a student thanking you for something
that you did five, ten, or fifteen years ago. The unexpected and sat-
isfying encounter typically occurs when a former student is only
now recognizing the importance of our insistence on quality,
perseverance, and risk taking. Veteran educators know that if we

26



6 THE DAILY DISCIPLINES OF LEADERSHIP

curried favor with our students through low expectation, profligate
reward, and scant challenge in the classroom, the transient appre-
ciation from students would soon be replaced by contempt. We
knew from our own experience that we never thanked our least
demanding teachers during chance encounters at a bookstore. Of
course, the appreciation of students that is fifteen years after an
event does not appear on a teacher evaluation. Most leaders live in
the present, with today’s complaints and tomorrow’s praise. Rather
than inquire into the long-term consequences of a strategy, the
educational leader is much more likely to ask, “What have you
done for me lately?”

Adopting the vernacular of the business world, we wonder if the
customers are satisfied. Our focus is on the short-term; in other words,
it not only obscures consideration of the long-term but can be a per-
verse incentive at cross-purposes. A customer needs instant gratifi-
cation; a student needs challenge. A customer needs to be happy; a
student needs to be provoked into deliberate dissatisfaction, reflec-
tion, and hard work before the genuine happiness of discovery and
learning can take place. Customers can take revenge on a merchant
by withholding their money. Students take revenge on themselves by
withholding participation, withdrawing from learning, proving
with their failure the accuracy of their appraisal of the teacher as
incompetent.

There is one more distinction worthy of mention. The mer-
chant can advertise, develop new products and, she hopes, find new
customers. Educators and school leaders, by contrast, must face the
same students tomorrow, including those who are unhappy, dissat-
isfied, bored, unmotivated, nonparticipative, and without a strong
support system at home. |

Educational leaders who view students as customers accept a
world of superficiality, mediocrity, instant gratification, and, as
a result, popularity. Educational leaders who reject this view risk
their short-term popularity but remain true to their values. They
replace superficiality with depth, mediocrity with excellence, and
instant gratification with appreciation years in the future. Some of
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STUDENTS ARE NOT CUSTOMERS 7

the techniques in this book yield improved student results with
astonishing speed, but other strategies require commitment to the
unending enterprise of learning. The leader who pursues this path
does not ride into the sunset with a mission definitively accom-
plished but instead continues each day to make a difference in the
lives of the students, teachers, parents, and communities served.
This book does not help you make it as if there were a clear desti-
nation; rather, it assists you on an unending journey of leadership
excellence.

What Business and Educational Leaders
Can Learn from One Another

The contention that students are not customers is not a declara-
tion that business and educational leaders have nothing to learn
from one another. In fact, many innovations from business have
been useful in education. Just as the best business leaders know
that the proverbial bottom line does not tell the complete story of
business performance, the best educational leaders know that
accountability is more than a litany of test scores (Kaplan and
Norton, 2001; Epstein and Birchard, 1999). Consider the case of
Warren Buffet, frequently regarded as the world’s shrewdest
investor. Although his status in business circles as “the sage of
Omaha” appeared secure in the early 1990s and is certainly so
today, there was an interval when investors had their doubts.
Because he followed the rule that “I don’t invest in things that I
don’t understand,” Buffet failed to follow legions of other investors
into the Internet boom of the late 1990s. When small companies
without substantial assets and with multimillion dollar losses nev-
ertheless became stock market darlings, Buffet refused to follow
the fad. The stock market performance of his company, Berkshire
Hathaway, was stellar when viewed with the perspective of
decades, but the stock lagged significantly behind the typical dot-
com miracle company that appeared to enrich investors overnight
with triple-digit gains.
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8 THE DAILY DISCIPLINES OF LEADERSHIP

Thus to his critics, the sage of Omaha became just another has-
been who clearly didn’t get it. There were, for the first time ever,
scattered boos at the 1999 annual meeting of shareholders of
Berkshire Hathaway, presumably from investors disgruntled that
Buffet heeded his rule to avoid investing where it did not, to him
at least, make sense. A year later, when the twenty-something
paper billionaires were hocking their BMWs, layoffs and bank-
ruptcies were a common event, and the bloom was off the dot-com
rose, Buffet’s wisdom was evident. He understood that a focus on
short-term results was an appealing but dangerous trap. Most
important, he saw that blind association of success with a rising
stock price represented a fundamental analytical failure to associ-
ate real causes with real effects.

This is a lesson the successful educational leader has long
known: results are not enough. Unless the leader understands the
causes associated with improved educational achievement, she
cannot make informed decisions in the future. Just as Buffet
endured the boos of disgruntled shareholders, the successful educa-
tional leader must accept some unpopularity as she challenges
time-honored tradition, insists on data to support prejudice, and
makes difficult decisions. A successful leader in any context, how-
ever, understands the fundamental importance of causal analysis
and thus does not chase every fad simply because it was in the
temporal or physical vicinity of apparent results.

In business, this complexity is recognized through use of the
“balanced scorecard” (Kaplan and Norton, 1996). As the dot-com
boom and bust instructed us, neither rising stock prices nor tran-
sient enthusiasm is sufficient to maintain an enterprise. In educa-
tion, applying holistic accountability (Reeves, 2002b) systems
allows similar understanding. It is not test scores alone that tell the
story of a successful classroom or school, but rather deeper under-
standing of the antecedents of excellence that reveals the factors
associated with student achievement. The problem with this
approach to leadership is that it elevates analysis of root causes over
superficial presentation of today’s effects. This dilemma is at the
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heart of what makes educational leadership unique: students are

not customers.

The Purpose of Leadership

Take a pencil—not a pen—and write in the space below your
response to this question: What is the purpose of educational
leadership?

When I pose this question to leaders without imposing a border
the size of a business card, | typically receive an answer that is (to
be charitable) ponderous, unfocused, and unrelated to the daily
activities of the leader who offered the explanation. Typically, the
training for such an unproductive exercise in loquaciousness was a
strategic planning process that culminated in a page-long mission
statement, a plan with hundreds of objectives, and administrators
who were able to walk authoritatively down the hallway, reeking of
leather as they carried THE PLAN with them. |

Here are definitions of effective leadership from some of the
world’s leading experts on the subject:

Those who help us center our work in a deeper purpose are leaders
we cherish, and to whom we return love, gift for gift [Wheatley,

1999, p. 133].
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I'm talking about leadership as the development of vision and strate-
gies, the alignment of relevant people behind those strategies, and
the empowerment of individuals to make the vision happen, despite
obstacles. This stands in stark contrast with management, which
involves keeping the current system operating through planning,
budgeting, organizing, staffing, controlling, and problem-solving.
Leadership works through people and culture. It’s soft and hot.
Management works through hierarchy and systems. It’s harder and
cooler [Kotter, 1999, p. 10; emphasis in original].

Leaders manage the dream. All leaders have the capacity to create
a compelling vision, one that takes people to a new place, and the

ability to translate that vision into reality [Bennis, 1999, p. 26].

Leaders produce consent, others seek consensus. Consent is given
to the confident and composed, those with firm and persuasive
convictions. Only people who believe in themselves generate
believers. Nor is it a matter of charisma. It is about inner strength
and clearly articulated views that are convincingly based on deep

experience and solid judgments. Arrogance and swagger sometimes

work, but then things falLapart [Levitt, 1991, p. 30].

We believe that, above all else, strategic leaders must have a sense
of vision [similar to Christopher Columbus]—an ability to set
broad, lofty goals and steer a course toward them, but with the
insight and flexibility to adjust both the course and the goals
as the horizon becomes clearer. They must be able to communicate
the goals and the course to well-educated, technically skilled
colleagues. And they must develop the internal and external
alliances and supporting communication and reward structures that
will ensure the appropriate resources are brought to bear on

achieving the organization’s strategic objective [Vicere and Fulmer,

1997, pp. 2-3].

The function of leadership is to cope with change. Leadership did

not have any real meaning in the marketplace until recently, when
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radical change became the norm. ... To lead change, skills are
needed for creating an attractive vision of the future and making it
a real possibility. The test of good leadership is the achievement of
intended change in systems and people [Shtogren, 1999, pp. 2-3].

Most management writers agree that leadership is the process of influ-
encing the activities of an individual or a group in efforts toward goal
achievement in a given situation. From this definition of leadership,
it follows that the leadership process is a function of the leader, the
follower, and other situational variables—L = f(l, f, s) [Hersey and
Blanchard, 1993, p. 93; italics in original].

Leaders in learning organizations . . . focus predominantly on pur-
pose and systemic structure. Moreover, they “teach” people through
the organization to do likewise [Senge, 1990, p. 353].

The builders of visionary companies tend to be clock builders,
not time tellers. They concentrate primarily on building an
organization—building a ticking clock—rather than on hitting a
market just right with a visionary product idea and riding the
growth curve of an attractive product life cycle. And instead of con-
centrating on acquiring the individual personality traits of vision-
ary leadership, they take an architectural approach and concentrate
on building the organizational traits of visionary companies. The
primary output of their efforts is not the tangible implementation of
a great idea, the expression of a charismatic personality, the gratifi-
cation of their ego, or the accumulation of personal wealth. Their
greatest creation is the company itself and what it stands for [Collins

and Porras, 1994, p. 23; emphasis in original].

Management exists for the sake of the institution’s results. It has to
start with the intended results and has to organize the resources of
the institution to attain these results. It is the organ to make the
institution, whether business, church, university, hospital or a bat-

tered women’s shelter, capable of producing results outside of itself
[Drucker, 1999, p. 39].

32
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My addition to this list: leaders are the architects of improved
individual and organizational performance.

The Implications of the Leader as Architect

My ten-word definition has several important implications. First,
the architect designs, but does not do, the work of building.
Without welders, carpenters, electricians, bricklayers, engineers, sur-
veyors, painters, and host of other specialists, the architect is merely
a dreamer with drawings. In this context, we know not only what
the leader does but what the leader does not do—indeed, cannot
do. The leader cannot be simultaneously an expert in writing, cal-
culus, school finance, physics, assessment, personnel management,
European history, chemistry, parent engagement, child develop-
ment, classroom management, student motivation, and the host of
other expectations that we routinely expect of the educational
leader. '

Second, the successful leader is, by definition, dissatisfied with
the status quo. Because the emphasis is on improvement at the
individual and organizational levels, the sentiment that “every-
thing is just fine, so please leave us alone” is alien to this leader.
Dissatisfaction with the present does not imply discontent. Indeed,
the effective leader appears to be addicted to celebration, whether
it is the first sentence attempted by a kindergartner, the first exper-
iment with alternative schedules by a fourth grade teacher, or the
twenty-eighth year of new learning by a veteran physical education
teacher. The context of the celebration, however, is never “Now
we can stop working” but rather “I can’t wait to see what you're
going to do next!” |

The third and most important implication of my definition of
leadership is the inclusive emphasis on individual and organiza-
tional performance. There are a number of schools that have, by any
measurement—academics, climate, safety, attendance—terrible
performance. “But my people are really excellent,” the leader insists.
Conversely, there are scores of schools with the superficial indicators
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of successful performance in the form of high test scores that greet
with a blank stare the question, “What will you do differently next
year to improve!”

The Essential Role: Making Connections

Organizations commonly have hard-working and committed lead-
ers. Indeed, the leader may be at the point of exhaustion, noting
the increasing hours while knowing a deep sense of compassion and
commitment. Yet the leader is working exceedingly hard at the
wrong things. No matter how many hours the architect works,
the building does not rise from plans. No matter how passionate
and diligent the architect is about the building, it does not grow
from intention alone. The architect does something that no one
else in the business process does, and I am not referring to drawing
pictures and making plans. The seminal contribution of the archi-
tect is not merely creativity and design, but making connections
among all the other contributors to the project. The building
owners, community design authorities, construction supervisors,
contractors, and a legion of inspectors all interact with the
architect. ’

The connections made by the successful leader endure, just as
the building does, long after the architect has departed the science.
You have never heard someone express the fear, “It’s a pretty good
building, but once the architect leaves town, I'm afraid it will fall
down.” In a typical leadership situation, however, the concern is
frequently expressed that the impact of successful leadership is tran-
sitory. Neither individual nor organizational success can endure,
the theory goes, without the presence of the leader. If we wish to
consider the impact of a leader of enduring quality, we should con-
sider not the results of the past year but rather the impact that this
leader had two, five, and ten years ago. These references, which
appear to be dated to most people who conduct job interviews,
might have the most insightful commentary on the enduring
impact of the leader.
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Results Are Not Enough

A common platitude in leadership literature is that the good leader
is the one who gets results. Although results in the form of student
achievement, organizational climate, safety, and staff morale
are certainly important, they are an insufficient description of effec-
tive leadership. Our myopic focus on results allows us to obscure the
more important and less noticed causes that precede those results.
The leaders of many high-tech firms produced spectacular results
in the form of rising stock price, but lacking profits, assets, and
sustainability. The illusory results stemmed not from the skills of
the corporate leader but from external market forces that elevated
stories over substance.

School can also show short-term results from changes in stu-
dent population; the smaller the school or class, the greater the
impact of a small change can be. The typical error is comparing this
year’s fourth grade results to last year’s fourth grade results and label-
ing the difference between those two numbers an indicator of the
quality of the teacher and principal. Of course, in most cases,
the two groups comprised entirely different children, and such
comparison is unwarranted. More to the point, if a school wants to
have higher scores, then it can do so by having the students with
the greatest academic challenges drop out, or (in an increasing
number of cases) having them receive an inaccurate and inappro-
priate special education label along with a recommendation for
adaptation or exclusion from the test. That is not leadership, but
gamesmanship in which genuine student success is sacrificed on the

altar of results (Gardner, 1999).

The Antecedents of Excellence

As the architect of individual and organizational success, the effec-
tive leader engages in a continuing quest to identify, understand,
and replicate the antecedents of excellence. Understanding of the
antecedents of excellence on the one hand and mere existence in
close proximity to successful results on the other is the essence of

m -
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the difference between the leader who is effective and the one who
is lucky. Some antecedents are obvious:

e If attendance improves, student achievement improves.
e If student nutrition improves, attention in class improves.

e [f parental support in the form of reviewing homework, daily
reading with students, and communicating clearly with
teachers improves, then student achievement improves.

Other antecedents of excellence are less intuitive and raise
important questions:

¢ If we increase the number of extracurricular activities, does
this divert resources away from essential academic needs,
or does it improve student attendance and thus improve
academic achievement?

¢ If we increase professional development funding, does it give
teachers and administrators vital skills for improved perfor-
mance, or does it merely take them out of the building and
reduce their contact with their students?

¢ [f we increase our investment in technology, does it give stu-
dents the skills they need in the twenty-first century, or amount
to one more diversion from the academic essentials of the day?

The answers to these questions are typified by opinion rather
than evidence. The central thesis of this book is that leaders prac-
tice the critical thinking disciplines we attempt to impart to
elementary school students: they grasp the difference between fact
and opinion. For the effective leader, the foregoing questions do
not receive an immediate rejoinder in the form of a belief shaped
by casual conversation supported by opinion and resting firmly on
a foundation of prejudgment. Rather, the effective leader responds,
accurately, “I don’t know; let’s gather some data so that we can bet-
ter understand those relatlonshlps test our preconceptlons and
formulate some supportable answers.’
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Here, then, is the stark contrast in definitions of the effective
leader. In one corner, there is the confident (read: bellicose and
loquacious) leader who knows the answers; bullies his troops into
submission; is popular; and feeds into the stereotype of military,
business, and even educational leaders about whom premature
biographies are written. He (the stereotypical strong leader is
almost invariably male) is barely distinguishable from the school-
yard bully, whose bravado exceeds his competence, as his successor
inevitably points out with a flourish. In the other corner, there is
the leader whose effectiveness stems from learning rather than from
pretending to have all the answers. This leader regularly answers
“I don’t know” and does not fear the embarrassing consequences
of having one’s presuppositions upended.

Grasping an understanding of the antecedents of excellence is
not the result of attending conventions and conferences, nor the
insight afforded by a video or book. It is the hard work of discovery,
precisely the same work we expect of our students as they learn to
read, explain a proof, or balance a chemical equation. Because it
has been a long time since most adults have engaged in this awk-
ward journey of error, trial, error, and eventual discovery, the mem-
ory of the joy of the insight may be faint, but the memory persists.
You could not have learned to read this page without having
encountered such a moment many times in your life. The effective
leader recreates those moments regularly, not through instant wis-
dom and profound judgment but through questions, errors, admis-
sion of ignorance, persistent investigation, and eventual discovery.
This book is not a set of answers, but the invitation to this essen-
tial voyage of discovery.

The Equity Imperative

‘Two centuries ago, Africans were enslaved and their rights in any
state were largely a fiction. One hundred years ago, we no longer
had slavery, though “separate but equal” was the law of the land and
people spoke with casual righteousness of the “white man’s burden.”
At the dawn of a new century, how far have we progressed? As
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[ write this, there is clear and persistent evidence about the
differences in academic opportunity and achievement between
Anglo and non-Anglo students, yet a curious debate rages in many
school systems as to reporting the gap in performance between
minority and majority children. This is the logic of the alcoholic
who reasons that “If [ don’t count the number of drinks I have had
today, then it must not be too bad.”

During the past decade of working with educational leaders
across the globe, | have adopted a rule that has served me well and
saved a great deal of time: [ spend all day and all night discussing,
researching, and learning strategies for improving the performance
of students, teachers, and leaders. I do not spend a single second dis-
cussing whether to improve performance. Once we have begun the
“whether” conversation about the performance of children who are
poor, whose skin contains melanin, whose parents are unemployed,
or who acquire and process information differently from other chil-
dren, then we have descended into the region of doubt and excuse.
In this cloudy territory, the focus is not on how adults can improve
but on clinical dissection of the faults of the children.

The architect does not despair about the inadequacies of the
carpenters but instead creates a vision that is so clear and engaging
that we build a place we and our kids will call home. The architect
does not give up because the electrician, on a previous job, missed
a connection but instead creates specifications that combine clar-
ity of expectation with relentless optimism. My brother, Stephen,
now a leader in the U.S. military chemical and biological defense
effort, once described marriage as the triumph of hope over experi-
ence, an aphorism he tossed off despite his three decades of
successful marriage to Katy. How little did he know that his descrip-
tion was supremely appropriate to his responsibilities in protecting
a vulnerable nation. Even as a general, he is a soldier, responding to
the call of duty when all logic would scream for him to run.

An effective educational leader must be both general and sol-
dier, a leader who is simultaneously obedient to her values. Defend-
ing the nation from an unseen enemy does not make sense.
Leading a school where children do not speak English, parents are
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not supportive, and safety is not guaranteed does not make any
more sense than attempting to protect a nation from an enemy that
is invisible with weapons that are calamitous in their consequences.
As my brother would say, “Soldier on.”

Values and Principles: A Harbor During
the Inevitable Storm

[t is easy for me to say “soldier on” when you are sitting at a desk
with a literal or figurative bullet hole in it. Clark Lovell, an inspir-
ing leader in his career at the Milwaukee public schools, took a
desk with him from one assignment to the next; it had a bullet hole
in it. This vivid symbol suggested, “Nothing you can say or do is
more difficult or challenging than what I have already endured.”
You need not have a bullet hole in your desk to feel fear and anxi-
ety. School leaders can count on shifting political winds, changing
priorities, and conflicting counsel. How, then, do they know how
to persist in the face of danger? How do they soldier on?

What are your fundamental values and principles? The ques-
tion does not refer to an externally imposed list created by sacred
texts of world religions or imperatives from influential teachers.
In the absence of any externally imposed requirements—no state
standards, no regulations, no parental or mentor expectations, no
tests, no inspections—what would you do in response to the singu-
lar requirement of your values and principles? Most leaders I have
interviewed on this point eventually respond tentatively, as if lead-
ing a school on the basis of values and principles rather than devo-
tion to standardized tests and regulatory compliance is unthinkable.
With some prodding, however, they ultimately offer the hope that
they would lead a school or system of schools that is

e (Creative
® Engaging
¢ Fun

® Respectful
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e Rigorous

e Full of reading, writing, thinking, and reasoning

Here is the best news in this book: commitment to your values
is neither iconoclastic nor a rejection of the rules and tests with
which we must live every day. A leader who understands the
antecedents of excellence finds techniques that are both related to
desired results and consistent with personal values. For example,
the leader who is committed to an academic environment that is
“creative; engaging; fun; respectful; rigorous; and full of reading,
writing, thinking, and reasoning” is not doomed to low test scores
because this leader failed to enumerate curriculum goals and aca-
demic standards as part of the goals for this ideal school. Rather, the
leader allows data analysis and not mindless tradition be the guide
to applying these ideals to an educational environment in which
students are creative and responsive to new ideas from ancient and
modern texts, passionately engaged in their individual pursuits
and willing to investigate subjects offered by teachers, and respect-
ful of one another’s need for emotional safety and challenging
themselves and their peers to excel.

This vision of educational leadership is not, in sum, a transac-
tion between merchant and customer, in which each tries to get
the better of the bargain through commitment to the least cost.
Rather, this model challenges the leader and every other partici-
pant in the educational system to identify and pursue values. This
model emphasizes effectiveness rather than popularity. This model
of leadership, more than anything, recognizes that our responsibil-
ity for students extends for more than six hours a day, 180 days a
year; it represents a lifetime commitment of leadership and learn-
ing. In the next chapter, we explore how the transition to educa-
tional standards requires change, how individuals and organizations
resist change, and how you can create effective change without
exhausting yourself by attempting to overcome every obstacle
during this long and challenging journey.
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Chapter Two

The Leadership Dilemma

Building Consensus or Creating Change?

Leadership Keys

Change is essential
Consensus does not mean unanimity

Understand the sources of individual and organizational
resistance

Build change champions

Celebrate small wins

Create a data-friendly environment
Change with a “pebble in the pond”

Choose how to spend the last ten minutes of your day

If we used the bell curve as our guide to leadership success, then
only 49.9 percent of people buying this book really need it. After
all, these are the hapless folks who are “below average” and hence
in need of a raft of prescriptions to help them. If, on the other
hand, we approach leadership from the perspective of standards,
then every educational organization in the world must acknowl-
edge the need for improvement as there is not a single one that
uniformly produces completely exemplary results. Moreover,
because the very nature of an educational organization is that the
people involved in it are lifelong learners, there is always a distance
between our achievement today and our potential tomorrow.

I devote a good deal of my professional life to working with
school systems that suffer from the effects of multigenerational
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poverty and low academic achievement. There is never a problem
in discussing whether change is necessary in such an environment,
though an astonishing amount of time is wasted on discussing
whether change is possible. Several times each year, however, |
visit school systems that have strikingly high achievement, as rep-
resented by an average percentile rank that places the student
body in the top 20 percent nationally. “We're in the 80th per-
centile again this year, so we really don’t have much to worry
about,” they claim. With the growth of standards-referenced
assessment, however, the leadership challenge becomes quite
different.

The complacency in these districts cannot be justified on the
basis of their test scores—which are, relative to neighboring dis-
tricts, quite good when one looks at the mean, or average, test
score. Rather, they must look at another metric, the percentage of
students who meet or exceed standards. It is not uncommon at all
to find a high-performing district that boasts an average percentile
rank of 80 and yet is surprised to discover that 40 percent of
students do not meet their academic content standards. How can

this be?

Using Standards to Defeat Complacency

The paradox of the district that simultaneously has a high per-
centile average score and a high percentage of students who fail to
meet standards can be quickly understood if we recognize the inac-
curacy of the bell curve to describe student achievement. Consider
the mythical data of Figure 2.1, in which the average of the 80th
percentile is neatly distributed in a symmetrical manner around the
average. A few students are higher than the 80th percentile, a few
students are lower, and most students are right at the average.
Everyone can be tucked into bed at night firm in the conviction
that, as Garrison Keillor assures us about Lake Wobegon, “All the
children are above average.”
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Figure 2.1. Normal Distribution with Mean of 80
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When the actual data are analyzed, however, another picture
emerges. The same average percentile rank of 80 can represent an
entirely different set of results, as Figure 2.2 indicates.

Technically, this distribution is bimodal, with a large number of
students populating two places on the continuum of scores. I prefer
the more descriptive term “camel hump” distribution. There is one

Figure 2.2. Bimodal (“Camel Hump”) Distribution
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hump of the camel at the far right side of the scores, indicating a
significant number of students who scored in the nineties, and a sig-
nificant number of students who are in the thirties and forties. If we
look only at the average of eighty, we can be complacent. If we get
the story behind the numbers, we find a shockingly large number
of students who are not meeting academic standards and who need
decisive leadership attention. With each passing year, these differ-
ences widen; they are typically unmasked only late in high school,
when unsuccessful students have dropped out, inflicting a lifetime
of costs on themselves, their families, and society.

Dealing with the Failed Change Initiatives of the Past

This creates the leader’s greatest challenge: individual and organi-
zational change. In a high-performing district, many people think
that change is unnecessary. In a low-performing district, many peo-
ple think that change is not possible. In any organization, people
know that change is uncomfortable. Finally, every one of your col-
leagues has witnessed change initiatives that have failed. Against
this seemingly insurmountable set of psychological, organizational,
historical, and logistical odds, we expect the educational leader to
become the architect of successful change (De Pree, 1992; Benfari,
1999). Such a task is not impossible, but it is complex, difficult, and
challenging intellectually and emotionally.

Why Is Change so Difficult?

M. Scott Peck, M.D., opened his international best-seller The Road
Less Traveled with the words, “Life is difficult.” The leader who
bears the responsibility of transforming an organization must con-
front one of the most challenging parts of a difficult life: change. If
life is difficult, as Peck observes, then surely one of the most diffi-
cult parts of life is abandoning the certain past to embrace an
uncertain future. Change represents abandoning the past in pursuit
of an uncertain future, and it is change that a leader is most fre-
quently required to pursue. Few educational leaders are given the
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charge, “Everything here is running just fine, so please don’t make
any changes.” Far more common is the requirement that the leader
move the organization in a new direction, shake things up, build
staff morale, and of course improve performance. Soon the leader
recognizes that painless change is an oxymoron.

When confronted with a mandate for change, the best leaders
do not resort to a sophomoric pep rally, or convenient slogan, or
seductive mantra offered by the theory du jour. They recognize that
if Peck’s wisdom (“life is difficult”) has merit, then change is expo-
nentially more difficult. Effective leaders know that their task is not
to render a difficult task simple, but rather to render successful
accomplishment of a difficult task more rewarding than avoid-
ance of the task. In brief, the pain of change and accompanying
rewards of inertia must be exceeded by the rewards of change and
the concomitant pain associated with business as usual.

The Human Equation and the Motivation for Change

The term human equation has been used in various contexts by
scholars and philosophers. Pfeffer (1998) uses the term to advocate
the primacy of human capital in organizational performance. My
son Brooks, an observer of human behavior who is wise beyond his
years, offers an alternative understanding of the human equation
that has allowed me to rethink the issue. Most views of the rela-
tionship between organizations and people rely on the behaviorist
principle, which is, at best, a Newtonian fantasy of human rela-
tions: for every action by the organization, there is a reaction by the
individual. The fantasy is not that the individual responds to orga-
nizational decisions, but that the organization can manipulate both
parts of this interaction. Once we accept that the individual’s reac-
tion is neither identical nor manageable, we can see that the real
human equation is that individuals and organizations seek to max-
imize reward and minimize pain. '

This simple equation has profound implications for the leader.
Change does not occur as a result of a splendid new strategic plan,
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richly bound in leather, and announced with effusive pride at
a staff meeting. Change does not occur as a result of inviting a
motivational speaker who beguiles the audience into laughter and
tears. Change does not occur because of administrative directives.
Change does not occur because of new scheduling. Change in indi-
viduals and organizations only occurs if there is conscious recogni-
tion that the human equation governs individual and collaborative
decisions.

In brief, our change strategies must explicitly address the ques-
tion “What’s in it for me?” and offer a clear and direct answer. This is
neither mercenary nor cynical, but a recognition of how individuals
and organizations make decisions. Moreover, the response to the
question “What’s in it for me?” need not imply a pecuniary reward.
Successful educators and school leaders can gain financial reward
outside of the profession. Nevertheless, we are all amenable to the
influence of meaningful rewards, including greater freedom and
autonomy, professional growth opportunities, improved working
environment, and more time to prepare for the complexities of class-
room work. Conversely, we react strongly to noneconomic sanctions,
including reduction in control of our work and reduced professional
independence, constricted opportunities for professional growth, a
toxic work environment that includes both physical and relationship
elements that are counterproductive, and the burdens of more tasks
with fewer hours to prepare to accomplish those tasks well.

Equity Is Not Equality

One important trait of effective leaders is their recognition that the
value in fair treatment of all of their colleagues does not require
identical treatment with respect to these noneconomic rewards
and sanctions. Indeed, the leader committed to equity constantly
uses a variety of incentives—allocation of rewards and sanctions,
encouragement and recognition, direction and freedom from direc-
tion, provision of time and restriction of freedom—all in a manner
that meets the individual needs of people in the organization. For
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greater elaboration on the principles of equitable leadership, two
excellent resources are First, Break All the Rules (Buckingham and

Coffman, 1999) and Situational Leader (Hersey, 1992).

Value Implications of the Human Equation

When leaders accept and understand the human equation, they are
not substituting manipulation for principle. Rather, applying the
human equation to leadership challenges conveys respect for
the fundamental principle that individual needs have value and
personal fears deserve consideration. Most important, the observa-
tion that we all consider an increase in reward and a reduction in
pain to be a good thing is not a statement of values, but merely an
observation of truth. Newton does not ask if we like gravity, nor
does Einstein inquire about the impact of relativity on human val-
ues. Physical principles just exist, and the behavior of bodies, from
planets to atomic particles, is consistent with those principles.

Such a clinical view of humanity as seeking reward and avoid-
ing pain may be unpleasant in a world that prefers the illusion of
pure altruism—and particularly in the world of education, where
pursuit of reward is frequently regarded with suspicion and accep-
tance of pain a badge of honor. The human equation holds that
even if people voluntarily submit to pain (as with protestors who
are arrested or employees who are fired as a result of failing to com-
ply with a requirement they believe to be immoral), then whatever
pain is associated with the penalty of arrest or unemployment is less
than the pain of submission to authority. Thus even in a case of
altruism, sacrifice, or self-denial on the basis of a moral principle,
the human equation is consistent with the behavior of the vast
majority of our species.

In the context of educational leadership, the human equation
has profound implications. Change in individual and organiza-
tional behavior occurs only when the members of the organization
perceive a change in the reward and pain associated with change.
Because any change, any disruption of routine, any departure from

.-90‘7
G4 ¢



28 THE DAILY DISCIPLINES OF LEADERSHIP

the comfortable involves some pain, then the leader must create a
reward that more than counterbalances the pain of change. In the
alternatives, the leader must make clear that the price of stagnation
entails pain that is greater than that associated with the proposed
change (Ciampa and Watkins, 1999). Such a view forces the leader
to take a far more analytical view of the implications of change.

The Implications of Change

The implications of change vary strikingly with the perspective
of the person rendering the analysis. Here are some comments on
a change to standards-based education, all in the same school:

“Finally we’ll have some clarity around here, and we don’t
have to guess what student success is supposed to mean.”

“Are you telling me that everything I've been doing for
twenty-eight years is wrong? That all my teaching awards
and letters of commendations were a fraud?”

“I'm already doing this, so there’s no need for me to do
anything differently.”

“Yeah, right, whatever. I'm seen a new initiative each year for
the last ten years, and this too shall pass.”

“I’'ve labored for years to create this curriculum. I guess you
don’t need me anymore.”

“Colleagues used to ask me for help on student achievement
issues, but I guess that standards provide all the answers

”

now.

“Publish any standards you want. Once the classroom door
closes, it’s my show.”

“I can’t influence what happens in the classroom. If I do, Ill
get a union grievance.”

Leaders reading this book have heard all of these objections
and many more. They hear them with such regularity that they are
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tempted to cringe and react abruptly: “Look—it’s nonnegotiable,
so just do it.” As frequently, demoralized and defeated faculty mem-
bers say half-heartedly, “Just tell me what to do so I can get it over
with.” Domination and submission are not the elements of effec-
tive leadership. In fact, one of the most critical roles every leader
plays is that of teacher (Tichy, 1997; Ackerman, Donaldson, and
Van Der Bogert, 1996). We do not want our students to become
submissive to mathematics, but to understand and apply the disci-
pline. We do not achieve our goals by yelling that “Topic sentences
are nonnegotiable!” Rather, we give students the power of written
communication that makes conventions of grammar, usage, and
expression something they embrace. In this context, teaching
and learning takes time, and so it is when leaders teach their col-
leagues about new values, visions, principles, and techniques.

Rather than react in an argumentative or dismissive fashion to
objections of this sort, a leader can begin with the premise that all
of these reactions are common and understandable. People per-
ceive change not in an organizational context but in an individual
one. Whether or not they articulate the question, their varying
analyses of the implications of change make clear that they are ask-
ing, “What does this mean for me?” The wise leader does not regard
these challenges as the first round in an endless debate, but rather
as an opportunity for investigation and discovery.

I have found it useful to begin a session involving discussion
of academic standards by asking the audience to complete the
sentence, “Standards will not work here because. . . .” | carefully
note each objection on a large piece of paper and place it on the
wall. During the break, people are invited to add to the list. In
addition, if an objection has been satisfactorily answered, the per-
son who entered it has the opportunity to strike through the
entry, so that I can focus on those objections that are most trou-
blesome. With uncanny similarity, seminars follow a diamond-
shaped pattern in which the number of objections rises slowly
and then grows rapidly, almost to the point of discouragement.
But then the list starts to decline, as one objection after another
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falls. The objections are not removed by way of a speaker winning
debating points with the person who posed the objection. It is the
participants, not the seminar leader, who remove an objection.
There is a critical lesson here. Leaders do not remove objections
by fiat but through teaching, learning, shared vision, and mutual
ownership.

First Why, Then How

Reaction to the implications of change tends to be egocentric. The
implication is that I did something wrong, that I am inadequate,
and [ will have to work more; my work is not valued. In discussing
the rationale for change, the leader can quickly become stuck in
playing a therapeutic role with colleagues. Rather than becoming
bogged down in a role that is unproductive and inappropriate, the
leader is better advised to move the rationale for change away from
an egocentric discussion (Barth, 1990). In other words, it isn’t just
about me, and it isn’t just about you; nor is the imperative for
change about any individual person.

The “Absence of Change” Myth

Resistance to change implies that there is a choice between chang-
ing and not changing. This is a myth. If an educational organiza-
tion is considered from a systems perspective, the absence of
change is not an option. Even in the case where individuals within
the system remain steadfastly committed to the status quo (bronzed
lecture notes, tried-and-true classroom activities, immutable lead-
ership practices), it is not accurate to say that these individuals are
stuck in an unchanged system. In fact, the system changes every
day as students, communities, the economy, the culture, and the
world all make changes, some of which are incremental and some
of which are violent and dramatic.

The fact that one element of that system fails to change does
not prevent the system from changing; each time the system
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changes, the relationships among the elements of the system
also change. Thus the entire concept that we have a choice
between change and no change is an illusion. In fact, we can only
choose either to change wisely on the basis of clear direction, care-
ful analysis of data, and commitment to fundamental values; or to
change unwisely, on the basis of whim, chance, prejudgment, and
guesses from the results of a fact-free debate.

There are many elements of the educational universe that have
changed in the past decade. Eavesdrop on the conversation of any
meeting of educators, administrators, or parents, and you will
notice abundant observations on the myriad ways in which stu-
dents, curriculum, and governance have changed. Each of those
changes has an impact on the other people in the system, includ-
ing leaders and teachers. It is those changes—not just changes in
individual behavior—that are the reason we need to also change
our organizational approach to academic achievement.

The Consensus Conundrum

As the “test doctor” of the Internet for almost a decade now, I
receive eighty to ninety questions each day from school leaders,
board members, teachers, parents, and students. In the course of
more than eighty keynote speeches each year, I receive a number
of questions from the floor. Despite the large quantity of questions
that I hear, the similarities are remarkable. Without doubt, the
most frequent one [ hear from school leaders is, “How do we get
buy-in for innovation?” The implication is that successful innova-
tion must be popular, and that the effective leader invariably uses
consensus as the best model for decision making. The consensus
model has become so commonplace that few people challenge it.
[t is, after all, much easier to lead a group when everyone agrees
with the decisions, isn’t it? The implication is that the best leader-
ship is also the easiest. Both of these implications of the consensus
model—elevation of popularity over effectiveness and ease over
difhiculty—deserve a second look.
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Although I would not make a case for the arbitrary and capri-
cious leader, I would challenge the notion of leadership effective-
ness that accepts the criteria of popularity with colleagues and
lack of stress on the job (Hargrove, 1998; Calkins, 1994). In two
recent instances, | had the opportunity to observe educational
leaders discussing the deplorable state of literacy among their chil-
dren. They considered their options, most notably expansion of
the amount of time devoted to teaching children to read. To my
astonishment, these experienced and well-respected school lead-
ers said, “Of course, we can’t possibly do this unless there is buy-
in from all of my staff.” There were nods of agreement around the
room.

Only a couple of us challenged this presumption. “Wait a
minute!” we interjected. “Are you saying that if one faculty mem-
ber prefers to continue doing things the way you have in the past,
you won’t give your kids the additional literacy assistance that they
need?”

“We've tried the top-down approach in the past and it just
doesn’t work,” they explained. “If you don’t have faculty buy-in,
you just can’t get anything done.”

This conversation made me wonder what would happen if one
day the food service workers decided that the most recent hygiene
requirements were just a passing fad and that, as a matter of per-
sonal freedom, they would decide not to buy in to those require-
ments. Or what if the school nurse and other health workers did
not buy in to the vaccination requirements for students? One can
only hope that there are values of health and safety greater than
these leaders’ needs for consensus. The essential question is
whether there are educational issues that rise to the level of “health
and safety” and thus are so important that universal popularity is
no longer the criterion for acceptance. In view of the enormous
costs to the individual and society when students fail in school, a
persuasive argument can be made that student success, and partic-
ularly student literacy, is a health-and-safety issue.
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Change Without Consensus

Leaders are human, and it is understandable that they want to be
popular with their colleagues. The consensus model of leadership,
however, renders the process of making a decision more important
than the decision itself. Because educational leaders must ulti-
mately focus on their core values and the children served, there are
times when consensus is neither necessary nor appropriate. Values,
not popularity, should govern educational policy. The use of values
does not imply a heavy-handed dictatorial approach to leadership.
The effective leader always explains the rationale for a decision and
equips colleagues with the knowledge and skills necessary to be suc-
cessful in every task. But the notion that the effective leader also
ensures that every decision is popular—or, worse yet, that a single
dissenting voice on a faculty is sufficient to scuttle a necessary
initiative—is a prescription for failure.

Suggesting that values are more important than popular assent
is heresy in contemporary leadership circles. This is a throwback to
the “theory X” style of the 1950s, in which leadership demands
were premised on a lack of trust of the factory workers, whose every
move must be managed and directed. The more enlightened “the-
ory Y” managers were able to create self-directed teams and, most
of all, were imbued with a fundamental humanitarian vision of the
workplace that their Neanderthal theory X counterparts failed to
achieve. Much of the leadership literature suggested that although
mere managers handle tasks and goals, real leaders work with loftier
visions and principles. The implication was mutual exclusivity
between the two terms, and there was no doubt that leaders were
superior to and more enlightened than managers.

When an organization must change—and every organization
must change at one time or another—then its leaders must be
guided by vision and principles, but they must also manage the
tasks at hand. Their job is not merely to persuade and cajole their
colleagues to do the work at hand but also to ensure that the essen-
tial tasks are accomplished (Ulrich, Zenger, and Smallwood, 1999;
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Useem, 1998). I will do my best to educate cafeteria workers about
the need for hygiene practices and build internal motivation for
maintaining a healthy and safe food service area, but at the end of
the day I do not care if the people serving food to my students like
washing their hands. Perhaps in due course, as quality increases and
inspection results show excellent performance, washing hands will
not be a controversial issue. But we start with the essential behav-
ior; we do not wait for it to become popular, nor do we give a sec-
ond thought to the need for consensus on the matter.

Let’s return to the example of the need for improved literacy.
The evidence is absolutely clear in a majority of schools in the
nation: a substantial percentage of students do not have the read-
ing skills that allow them to be successful at the next grade. Writing
results are even more dismal, with some estimates ranging as high
as 70 percent of students not having the skills to communicate in
writing that are necessary for their grade level. We have the aca-
demic equivalent of dirty hands in the cafeteria line, yet when
the vocabulary changes from hygiene to literacy, educational lead-
ers are paralyzed. Consensus, rather than common sense, is the
criterion for the decision.

It is important to note that this is not a controversy over
whether students should study Julius Caesar or Moby Dick. This is a
controversy over whether children’s need to read is more important
than the personal desire of those who find change inconvenient. To
understand how an organization becomes mired in inertia, it is
important to understand the two types of resistance to change that
the leader must confront. These are organizational resistance and
individual resistance to virtually any change effort.

Organizational Resistance to Change

An organization ought to be an inert being, composed of nothing
but the sum of the individuals in it. But as anyone who has
worked in an organization knows, there are other institutional
factors at work, among them tradition, history, and feelings that
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have been nurtured or bruised from age-old controversy. Each
new innovation faces potential resistance not merely from indi-
viduals but also from the system of relationships that have devel-
oped over time. Even if the proposed change is not resisted by an
individual, it almost always has an impact on systemic relation-
ships that involve the individual. For example, it may appear that
the academic standards movement has the greatest impact on
teachers. But school counselors, library media center specialists,
as well as special area teachers in art, music, physical education,
and foreign language all have been affected by the standards
movement.

Sometimes the impact is positive, as in those schools that have
used standards as an opportunity to make every adult in the build-
ing an educator of children, taking personal responsibility for stu-
dent success. In other cases, the impact has been unpredictable and
negative, as when standards are equated with testing and the focus
of attention therefore rests only on the grades and subjects that
are tested. This alienates the teachers, who feel as if they are under
the microscope from those who escape such scrutiny, and widens the
gulf between the teachers whose subjects appear as a score in
the newspaper for all to see and those whose performance remains
hidden from public view.

Individual Resistance to Change

Individual resistance to change is inevitable. Let me repeat that:
individual resistance to change is inevitable. A leader who makes
universal buy-in the price of any innovation is doomed to stagna-
tion (Goodlad, 1994; Anderson, 2001); he might make dissent suf-
ficiently unpopular that it is only expressed when he is out of
earshot, but this does not eliminate individual resistance. The
leader might make resistance go underground, but he does not
eliminate it. Thus the only rational method for the leader to deal
with individual resistance to change is to identify it, accept it for
what it is, and move on.
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Individual resistance to change may stem from several causes,
notably disbelief in the effectiveness of the proposed change, or a
set of personal experiences that make the proposed changes appear
unwise, or a fear of personal impact that can range from inconve-
nience to embarrassment. Each cause of individual resistance can
be dealt with respectfully and effectively if it is accurately identi- -
fied. For example, if there is disbelief in the effectiveness of the pro-
posed change, it is reasonable for the leader to help the resisting
colleagues express their views as a hypothesis. Using the typical
“if, then” format, a hypothesis might state, “If this change is
enacted, then student achievement will decline” or “If this change
is enacted, then it will rob time from other areas and cause those
important programs to decline.” Using the hypothesis-testing
model, we can move from emotional argument to rational analysis
of the data.

For example, the leader might propose an increase in the
amount of time devoted to student writing, an initiative that is
supported by a great deal of evidence but that remains generally
unpopular with teachers. It is not that teachers are resistant to the
evidence of the impact of good writing; rather, they are well aware
of the multiple demands on time in their day and the incessant
requirements that they cover many other academic subjects in addi-
tion to writing. Because writing is quite time-consuming for both
students and teachers, the time devoted to writing is, they argue,
time taken away from some other equally essential subject. At first,
the resistance to the leader’s initiative might sound like this: “We
can’t do this writing program—it takes too much time and we just
don’t have any more time!” Upon further inquiry, we can find the
hypothesis that is behind the statement. |

In fact, “We don’t have the time” is never a true statement,
unless the clocks and calendars in the location of the complainant
are remarkably different from the twenty-four-hour day, seven-day
week observed elsewhere around the world. The common con-
tention of insufficient time is actually the statement of a hypothe-
sis: if we spend more time on writing, then we will have less time
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to devote to other areas, and therefore our performance in those
other areas (math, science, social studies) will decline.

We have now transformed a complaint into a hypothesis. Com-
plaints lead to argument; hypotheses lead to testing. Perhaps the
hypothesis is true. If so, the data supporting the hypothesis should
look something like the graph in Figure 2.3. On the horizontal axis,
the leader has plotted the time devoted to student writing; on the
vertical axis, the leader has plotted the results of tests in math, sci-
ence, and social studies. As the hypothesized graph indicates, more
time on writing leads to lower scores on the other subjects, pre-
sumably because those other subjects were robbed of time that was
squandered on writing.

When confronted with a hypothesis, a leader does not respond
with rapier wit, clever debating points, or administrative dogma.
Hypotheses cannot be tested with leadership charisma; they can
only be tested with data. In this particular example, a number of
researchers (Calkins, 1994; Darling-Hammond, 1997; Reeves,
2000c) have found that the hypothesis that writing hurts perfor-
mance in other areas is unsupported by the data. Thus the response
to the hypothesis is simply comparison of the hypothesized data
analysis of Figure 2.3 with the actual data of Figure 2.4, which
shows that the actual data are the opposite of the hypothesis.

Figure 2.3. Common Hypothesis About the Impact of Writing

“More writing leads to worse
test scores” hypothesis

“If we spend more time on
effective assessment, we won'’t
have time to cover all the
curriculum and our scores
will decline.”

Math, science, social studies,
multiple-choice tests

Writing assessment time and results
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Figure 2.4. Testing Hypotheses with Data

More writing does not hurt
multiple-choice content test scores

multiple-choice scores

Math, science, and social studies

Writing frequency and proficiency

Note well that presenting data does not invalidate the individ-
ual who offered resistance to the leader’s program; it only tests one
hypothesis. This creates an environment of mutual respect and an
ethic that data, rather than administrative fiat, will resolve con-
tentious issues. These are not personal victories or defeats, but sim-
ply shared commitment to truth. The real test of the integrity of
this approach is when, more than a few times, the leader’s own
hypotheses are tested and found wanting, and the leader announces
without a moment’s hesitation, “It looks as if I was wrong, and I'm
very glad that we tested this hypothesis and learned something
from it. After all, as the researchers say, we learn more from error
than from uncertainty. Now that we have tested this hypothesis,
what other ideas can we explore and test in the same way?”

In addition to belief in an alternative hypothesis, other sources
of individual resistance are personal experience and fear of personal
inconvenience or embarrassment. Personal experience, extending
to childhood, is a powerful backdrop that forms the basis of today’s
firmly held beliefs. This is particularly true in education, where the
vast majority of people formed their judgments about the matter
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not from reading research but from recalling the most vivid expe-
riences of their own childhood. Rather than allow differing recol-

1"n

lections to dissolve into an unproductive “‘tis-"tain’t” controversy,
the leader can deal with personal experience and fear in an ana-
lytical and humane manner. For example, before discussing a
standards-based approach to evaluating student work, it might be
useful for the leader to allow each faculty member to share one of
her most vivid memories of grading and evaluation from when she
was a student. This powerful recollection helps all parties to the
discussion understand that there are emotions at work, and though
emotions should not trump data in a policy debate, a leader errs
gravely in being dismissive of the power of emotional history. By
recalling and discussing memories of an evaluative experience that
a teacher had in her own student days, the leader is able to help the
entire team recognize where emotional connections are interfering

with rational analysis of student achievement.

Emotional Sources of Resistance

The final source of individual resistance is fear and embarrassment.
This is rarely articulated by either leader or colleague, because the
mere suggestion that there might be fear and embarrassment as fac-
tors in the discussion seems accusatory (“What do I have to be
afraid of? I've been a successful teacher for eighteen years!”). If we
let our defenses down, however, it turns out that leaders and edu-
cators alike have several fears, and our unwillingness to discuss
them does not render the fear any less powerful. Once a safe envi-
ronment has been created, I hear comments such as these:

Even though I've been teaching a long time, I realize that I'm a mas-
ter of my curriculum. Now that the state has adopted academic
standards, the honest truth is that there are things in there that |
just don’t know. The standards make me feel stupid. I'm a master
teacher, and now I feel dumb in front of my colleagues, my princi-

pal, and even my students. [t’s awful.
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I'm the best math teacher in the city, bar none. My students have
gone to Ivy League schools and have excelled. My kids regularly get
credit for college calculus courses, and [ helped build the foundation
for that. But you know what? I'm a lousy writer, and now that the
administration wants to do writing across the curriculum, I will no
longer be the great math teacher, but just one more lousy writing
teacher. [ hate being incompetent at anything, and I can’t stand to

be embarrassed in front of my colleagues.

I've been the principal of this school for seven years. It’s a safe place,
with a great faculty and good kids. I devote a lot of time to building
. parent relationships and supporting my faculty members. Nobody
seems to notice, but I also balance a $2.6 million budget every year
and always get a clean audit, I've never had a grievance, and never
had an equity complaint from personnel. But now I hear that the
principal is supposed to facilitate collaborative assessment confer-
ences. What the heck is that? I do all the things a principal is sup-
posed to do and then some, but now with one more requirement,

| find myself starting over again. This is humiliating.

The emotional pain and necessary honesty associated with
each of these statements does not emerge in a climate of distrust
or if the issue of the day is decided by the volume of argument
rather than the content of the contention. Leaders who are too
busy expressing their opinions and announcing their decisions
never have the opportunity to hear the emotional roots of indi-
vidual resistance. Their failure to hear this resistance does not
make it disappear; it only forces resistance under the surface,
where the damage is even greater. By contrast, a leader who is
willing to hear individual resistance for what it is—alternative
hypotheses, fear of the unknown, concern over potential embar-
rassment, or a reflection of past personal experience—risks tak-
ing a little more time to implement a decision. The risk is more
than rewarded with insight and information, as well as the
motivation that inevitably accompanies deep personal respect
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conveyed only by quiet and attentive listening to another per-
son’s point of view.

Recognizing and Supporting Change Champions

In every organization, there are those few people who seem to get
it as if by osmosis. Before the leader suggests a new initiative, Anne
has already read about it and is spreading enthusiasm among her
colleagues. Before the leader has even heard of it, Larry is experi-
menting in the classroom and refining the next iteration of it.
These professionals are the change champions who exist in almost
every organization. Yet their efforts are frequently unrecognized.
Leadership researcher Tom Peters (Peters and Austin, 1995) docu-
mented the success of “skunk works” whose efforts in unglamorous
settings and unheralded achievements were able to create enor-
mous results for their organizations. Mike Schmoker (2001) has
identified similar successes among soft-spoken and unnoticed
educational professionals.

In my own experience, I have noticed a few classrooms or
schools that appear to perform strikingly better than others, and
the superintendent appeared to be surprised. “He isn’t somebody
I would have thought of as one of our best teachers,” one superin-
tendent remarked, as he viewed the results of the fourth grade
teacher who, with demographically similar students, achieved aca-
demic results that were by far the best in the district. That teacher’s
classroom was remarkably different as well, with students practic-
ing daily what other fourth grade teachers did only a few times a
year. The teacher, however, was not visible at public meetings
either as a supporter or a complainer, but merely a quiet profes-
sional who achieved remarkable things in the classroom.

Change champions are not particularly popular. Their success
takes away the excuses used by others to prove that success is
impossible. Their enthusiasm and joy in their work is the rejoinder
to the contention that hard work and concomitant success is dreary

and painful. Their commitment to the work at hand and their
P2
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conspicuous honesty makes them distinctly unsuccessful in the
game of office politics. They aren’t, after all, trying to impress
the superintendent; they are trying to help their students learn.
Thus the leader cannot wait for change champions to stand up and
identify themselves. Leaders must make a proactive effort to iden-
tify and nurture change champions, and help them find one
another. Because they may be isolated in a building or a district,
change champions must find their own network, using conferences,
professional development, leadership support, and the Internet as
mechanisms to demonstrate that they are not alone.

Celebrate Small Wins

The learning leader does not wait for annual test results to cele-
brate student achievement. He finds more frequent opportunities—
say, those days when the sun rises in the east. Change initiatives are
typically too complex and too time-consuming, with goals that
extend into years, if not decades. The goal of “100 percent student
proficiency in persuasive writing” is laudable and even necessary,
but the learning leader makes a point of celebrating each incre-
ment of progress toward that goal. Leadership researcher Jim
Collins (2001) presents a useful illustration in the incubation of an
egg. How silly it would be, he notes, if we were to observe the egg
from the moment it was laid until the instant it was hatched, and
then celebrate the hatching as an “accomplishment” that was
vastly more important than any of the days that preceded it. Each
step of development and each moment of nurturing were part of
the achievement of the hatchling, and those antecedents were no
less worthy of notice and admiration than the first chirp of the
chick.

In the context of education, we are much better at celebrating
the hatching than the nurturing. We stand and cheer for the vale-
dictorian, many years after a seventh grade teacher intervened in
the life of an unsteady adolescent. We marvel at the success of
our sixth grader, apparently unaware that a kindergarten teacher
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initiated a reluctant learner into the joys of reading. The learning
leader celebrates the first written words of a kindergartner with the
same enthusiasm granted to the valedictorian. The learning leader
applauds as much for the third grader whose attendance has
improved and whose reading has opened new doors as for the high
school football team that wins the state championship. There is
nothing wrong with football games and championships; they teach
us how to celebrate. The question is, Do we apply those lessons in
joyous celebration to the less noticeable victories in the everyday
classroom? Do we, in short, celebrate the small wins with the same
energy as we invest in the more obvious victories?

Create a Data-Friendly Environment

One of the pioneers in the effective schools movement, Larry
Lezotte, is famous for asking two questions that leave many listen-
ers speechless: What are you learning today? How will you know if
you are successful?

The number of students, teachers, and school leaders who can
answer both questions is, even after decades of Lezotte’s importun-
ing, relatively small. It is not that we are unwilling to respond to
these reasonable questions, but rather that we frequently lack the
information with which to give a coherent response. “How will we
know if we are successful?” he asks. If our response is a review of
grade cards or final examination scores, then we are no better than
the physician who examines the results of an autopsy to assess the
health of a patient. Lezotte’s questions cannot be answered with an
autopsy. He wants to know what we have learned today and how we
will know if we are successful today. |

We cannot respond to this questioning with feelings or intu-
ition. “I think the kids are doing OK,” we might offer. “Yes, it went
pretty well today,” we add with a suggestion of hope. The question
remains: “How do you know?” In fact, we do not—unless we regard
data as our ally rather than a source of intimidation and embar-
rassment. To most educators and school leaders, the very word data
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conjures up test scores and the complexities of psychometric analy-
sis. It need not be so. In the most data-friendly schools I have vis-
ited, there is no patina of statistical sophistication, but rather clear
explication of the percentage of students who have met the most
important academic standards. Moreover, the data gathered and
analyzed do not apply only to the students.

A data-friendly environment indicates that children are not the
only ones who have responsibilities that can be measured. Next
to the chart of student attendance there is a chart that reveals
staff attendance. Next to a chart of student performance in writing,
there is a chart that displays the frequency with which teachers
require writing in classroom assessments. Next to a chart of the
performance of teachers, there is a chart showing the frequency with
which the leader has recognized best practices among the profes-
sional staff. Next to the chart of leadership performance there is a
chart showing the percentage of agenda items in the last school board
meeting that focused on student achievement. Finally, there is a
chart that displays the percentage of parents who have been actively
involved in direct support of student achievement at the school.

A data-friendly environment, in other words, is not merely a
school that measures and quantifies the activities of children. A data-
friendly school uses numbers not as a weapon but as a guide. The
data-friendly leader uses measurement not only to suggest how chil-
dren can improve their performance but more important how the
adults in the system can improve their leadership, teaching, and cur-
riculum strategies.

Isn’t there arisk that data can be wrong? Certainly. Isn’t there a
risk that the test scores don’t tell the entire story? Of course. The pos-
sibility, indeed the certainty, of those errors forms the rationale for
more data gathering, not less. As a cardinal principle of measure-
ment, it is better to measure a few things many times to compensate
for inevitable measurement error, than to attempt to measure many
things only once each year. The fewer times we measure something,
particularly something variable such as academic achievement, the
greater the risk of measurement error and inaccurate inferences
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from that measurement. Thus a data-friendly environment accepts
error as the inevitably human component of the educational enter-
prise. The response to this error is not the illusion of perfection or
perpetual excuse making, but rather provision of multiple sources of
measurement so that no observer—whether leader, policy maker,
parent, or student—need rely on a single data source to draw an
important conclusion.

Pebble in a Pond: An Alternative Vision of Change

Much has been written about the need for “systemic change,” but
it remains an illusion. At best, the leader might achieve what [
would describe as “systemic compliance”—that is, a measurable
increase in the number of people who complete a prescribed activ-
ity within a prescribed period of time. This is not at all the same as
changing the professional practices of thousands of people within
a system. The irony is not lost on those who contrast the language
of the job interview with the frustration of a leader pursuing sys-
temic change. During the interview, we seek people who are bright,
creative, and independent. During the systemic change initiative a
few weeks hence, we are dismayed to find so many people who are
bright, creative, and independent.

There is a better way to view systemic change, and that is to
acknowledge it is a myth. One of the best superintendents in the
nation, Terry Thompson, recently noted, “We have been success-
ful only here and there—how do we bring this success to scale?”
The only answer [ can offer is, “One classroom at a time.” This is
not what a driven and successful school leader wants to hear, but it
is the only answer that makes any sense. Change does not occur as
it does in a marching band, where the drum major gives a signal
and, in a quarter of a beat, the entire unit is transformed. It is far
more likely that change occurs like a pebble in a pond. The first
pebble cast into the water makes a few skips, and then settles into
the pond with a few ripples around it. The second pebble lands in
a slightly different place, making some additional ripples. Some of
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the ripples of the second pebble intersect with those of the first peb-
ble, while other ripples enter new territory of the pond. But before
too many pebbles have been cast into the pond, the number of
ripples (and, even more, the number of intersecting ripples) is
incalculable.

The metaphor is meaningful on several levels. First, the impact
of successful change is not unidirectional; it expands in multiple
directions with unintended and unnoticed impact. The physical
education teacher notices the impact of writing on students, while
the art teacher notices the relationship between his discipline
and the academic standards for measurement, scale, and ratio.
Meanwhile, the literature teacher notices that standards are hardly
a new innovation but, on the basis of a serendipitous conversation
with the soccer coach, finds that clear expectations that students
understand, interpret, and apply have been integral to successful
coaching practice for many years.

These insights, I regret to report, do not occur from an out-of-
town consultant preaching the virtues of academic standards.
Insight stems from observing, from comparing prejudgment with
data, and from concluding that the prejudgment may be wanting.
The learning leader does not create meaningful change by attempt-
ing to orchestrate a marching band, but by casting some pebbles
into the pond. The ripples can be unpredictable and, in the most
precise sense of the term, chaotic. Nevertheless, this is an accurate
illustration of the process of organizational and individual change.

The Last Ten Minutes of the Leader’s Day

Change is exhausting (Goleman, 1998; Parson, 1986). Having per-
sisted to the end of this chapter, you may be exhausted as well. So
let us assume that you have only ten minutes left at the end of this
very long day. Your voice mail, e-mail, and in-box are all full. You
are late, again, for dinner. You cannot possibly accomplish every-
thing, so you pack your briefcase and head for your car. As you
leave your office, there are two open doors on each side of the hall-
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way. Inside one door is a colleague who has yet another argument
to offer on why your initiatives are a waste of time—and, more to
the point, an insult to the professional integrity of every experi-
enced educator. Behind the other door is a little-noticed colleague
who, without fanfare or accolade, has listened, responded, worked,
and succeeded. In the ten minutes that separate the present instant
from your departure from the parking lot, what will you do? Will
you have one more fruitless argument with a malcontent, or will
you nurture your change champion?

In an astonishing number of faculty meetings and professional
development conferences, the conversation is defined by the mal-
contents, while the champions sit in silence, hoping only to return
to their classrooms, where they can accomplish something con-
structive. You have ten minutes léft. You have developed the per-
fect rhetorical stiletto for the malcontent. You have the oratorical
skill to deliver it. You have the perfect time limit in which to
launch the verbal missile and escape before the counterattack. Or,
you can reject this aimless and vacuous contentiousness and walk
into the second door. Your change champion, not expecting you,
will be surprised and perhaps alarmed. For this person, you have no
prepared speech, no rhetorical flourishes. But you can say, “I know
that this isn’t easy for you, but I want you to know that [ notice it
and I appreciate it. What you are doing for our kids is terrific, and
I respect you a great deal. I'm on my way home, but would you
mind telling me about the best thing that happened to you today?”

Now envision your walk to the parking lot, your drive to the
house, and your evening at home. You only have ten minutes with
which you can either argue with a malcontent or nurture a change
champion. Choose wisely. |
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Chapter Three

The Leadership and Learning Matrix

Leadership Keys

Combine causes and effects in a Leadership and Learning
Matrix

What Homer Simpson and Warren Buffet can teach us about
leadership

Perfection is not an option
Luck is not a strategy
Leaders are not victims
Resilience is a choice

Apply the L? matrix to your own leadership decisions

Recent volumes on leadership assure the reader that Attila the
Hun, Jesus, Lao-tzu, Moses, Patton, or Shakespeare, to name only a
few, might have the keys to understanding the secrets of effective
leadership. Consider a less intimidating figure: Homer Simpson.
This creation of Matt Groening has done what few cartoon
characters can claim in that his trademark expression, “D’oh!” has
entered the text of the Oxford English Dictionary. With monosyllabic
precision, Homer’s expression encapsulates an important under-
standing of leadership effectiveness. First, the OED definition:

D'oh! Intj. Expressing frustration at the realization that things have
turned out badly or not as planned or that one has just said or done

something foolish.
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The etymologist responsible for the insertion, John Simpson
(presumably no relation to Homer), understands two distinct forces
to be at work in this expression. The first is the bad result that
frames Homer'’s every action during a typical episode of TV’s
The Simpsons. The second is Homer's indifferent ignorance to
the causes of the bad result. This combination of bad results and
absent understanding of the causes of those results embodies the
lower-left quadrant of the Leadership and Learning (L?) Matrix,
seen in Figure 3.1. On the vertical axis of the matrix is achieve-
ment of results, which might be profit, employee stability, customer
satisfaction, patient health, fundraising success, or any among a
variety of indicators important to an organization. On the hori-
zontal axis is the leader’s understanding of the cause of the results
or the antecedents of excellence. When one has bad results with-
out understanding, one does not find the intersection of ignorance

and bliss; one finds D’oh!

Figure 3.1. The Leadership and Learning (L?) Matrix
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The Lucky Leader: Results Without Understanding

Above Homer’s quadrant, we find the subject of much business
journalism: the leader who coexisted with good results and thus was
presumed to have caused them. Here one finds, for instance,
“Chainsaw” Al Dunlap, formerly of Sunbeam, whose best-selling

‘book extolled the virtues of massive layoffs while omitting mention

that accounting frauds are seldom the hallmark of lasting financial
success. Also in the quadrant that, at best, can be described as
“lucky” are some of the dot-com billionaires who convinced a
short-lived generation of investors that because today’s stock price
is higher than yesterday’s, tomorrow’s will inevitably follow suit. By
such logic, trees grow to the sky.

This quadrant has a dark side, in which the leader presumes that
present position is the result of eternal gifts. Tyrants from Louis XIV
to Stalin reveled in the presumption that short-term success auto-
matically validated their position, and that an understanding of
underlying causality was irrelevant. When those who evaluate
leaders indulge in a one-dimensional focus on results, they lose the
opportunity for a multidimensional understanding of antecedents,
often with tragic consequences. '

Discovering the Value of Failures

In the lower-right quadrant, we have those who are apparent
failures. After all, as their low position on the vertical axis indi-
cates, success eludes them. But because these leaders understand
the antecedents of excellence, their failures are temporary. Dur-
ing the technology boom of 1999, investment wizard Warren
Buffet fell into this quadrant. Critics wondered if the world’s
second-richest man had lost his touch because he failed to follow
the stampede into stocks whose stories had more imagination
than earnings. Perhaps some of them wished that Buffet had
invested in a hot Houston company named Enron; it certainly
had better performance than the stodgy company from Omaha.
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Buffett played his hand carefully, enduring the criticism with
intellectual curiosity rather than defensiveness. “I do not invest
where I do not understand,” he said, and thus cast himself as the
archetype of the learner. Today he counts his billions while
his critics paper their bathroom walls with worthless stock
certificates.

Perfection Is Not an Option

Who occupies the upper-right quadrant, where the leader achieves
great results and understands the antecedents of success? History
does not record a leader who occupied only this portion of the L?
matrix. In fact, the knowledge that links results with understand-
ing was probably gained during an apprenticeship in the learning
quadrant. Buffet surely occupies not a quadrant but a continuum
between learning and leading.

The L? matrix offers no pat solution, no historical figure of
mythic proportions whose secrets reveal consistent wealth and suc-
cess. Rather, the matrix is a map for a journey that can be either
circuitous and futile or clear and fruitful. In no event, however, is
such a journey easy. .

Researchers generate theories and test hypotheses; quite fre-
quently their hypotheses are wrong. Guided by the researcher’s
maxim that “we learn more from error than from uncertainty,” sci-
entists do not despair when a hypothesis is disproved; they rejoice
when one more stone is added to the mountain of knowledge
required for success. Such intellectual curiosity and learning per-
spective defines the resilience continuum between learning and
leadership. The central lesson of the connection between these two
quadrants is not the false hope of avoiding mistakes, but the prob-
able reward of learning from them. The central lesson of the matrix
is that we must avoid the search for the perfect leader and focus
instead on the search for the leader who consistently occupies
the right side of the matrix, the continuum between learning and
leadership.
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The Journey Between Leadership and Learning

To gain value from the Leadership and Learning Matrix, we must
not only label the quadrants but also consider the continua that
connect them (Figure 3.2). Because perfection eludes us, the
earnest efforts and sincere assurances of strategic planners notwith-
standing, it is neither sufficient nor realistic to aspire to the
leadership quadrant and regard every other location as a failure.
Rather, one must choose the right path to arrive at the leadership
quadrant as consistently as possible. The choice of the continuum
determines how we use leadership information and whether or not
the rest of this book is useful to you.

The Victim Continuum: Blaming Kids, Parents,

and the World

Traditional adherents to the business cycle presume that alternation
between good and poor results is as inevitable as the rhythms of
nature. In an aimless journey that occasionally exchanges good

Figure 3.2. The Leadership and Learning Matrix Continua
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fortune for bad luck (neither related to intended performance),
these leaders ride the “victim” continuum, in which success and
failure (but especially failure) is the product of external circum-
stances over which the leader can exercise little control. In edu-
cation, a similar mood prevails among leaders who are certain
that the demographic characteristics of children, the indolence of
parents, the opposition of teachers, and the overwhelming demands
of the central office all combine to make academic achievement
impossible. Although all of these factors are indeed important con-
siderations, the leader riding the victim continuum is paralyzed by
externalities. He is frequently depressed, lethargic, angry, and nearly
destroyed by stress. If life is so miserable, why does he stay in the
game’ Because sometimes the results are good. Cynical to the core,
he attributes his success to luck, mouthing insincere appreciation
and waiting for the next inevitable disaster.

Random Acts of Failure

Some leaders gain a glimpse of understanding of the cause of their
poor results, but they fail to apply the lessons they have learned,
which leads to an unpleasant journey on the “random-acts-of-
failure” continuum. These chronically low performers are found in
high-poverty and low-poverty schools, though they tend to con-
gregate in any environment where warm bodies are valued over
competent leaders. They survive in an environment of grim
despair; a growing national shortage of building administrators
allows them to participate in the annual “dance of the lemons” as
they are reassigned from one failure to another. One of the greatest
failures of public service in general, and public education specifi-
cally, is to identify and counsel out of the profession the leaders
who ride this continuum. Because they are not learning from their
mistakes, each year is another investment in failure rather than a
reasoned prospect for improved performance. Worst of all, these
leaders contribute to public antipathy toward every school.
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The Illusion Continuum: The Golden Touch

Those who believe that one can perpetually ride the “illusion” con-
tinuum that connects luck with leadership are also disappointed
in the late arrival of the Tooth Fairy. They sustain these aspirations
with a facile solution for everything and an attitude that extends
beyond optimism, to fantasy. Aspirants to the illusion continuum
frequently start in the lucky quadrant and are astonished that the
ride is neither consistent nor graceful. There are, in fact, no occu-
pants of this continuum. It is useful only for the recognition that is
apparent, not real. Aspiring to it diverts us from our central mis-
sion: leadership and learning.

The Resilient Journey of Leadership and Learning

We focus our efforts on the only continuum that offers a high prob-
ability of successful leadership: the path that connects learning
with leadership. This continuum offers neither perfection nor plat-
itudes, but resilience. Every failure is an investment in learning,
provided that the underlying causes are rigorously examined,
understood, and applied to future decision making. This contin-
uum is the heart of data-driven decision making and every effective
leadership strategy in this book.

Systematic learning from both success and failure is essential for
the resilient leader. To ride this continuum, the leader must value
honest bad news. Understanding that analysis of teaching, curricu-
lum, and leadership practices requires a range of results that are
associated with successful and unsuccessful practices, the resilient
leader takes a second look at each apparent student result. She asks,
“Is this particular success associated with a measurable improve-
ment in teaching and leadership? If not, how can we possibly sus-
tain it?” In analyzing failure, she asks, “Is this particular failure the
result of reduction in our effective practice! If so, that’s actually
pretty good news, because we know how to fix that. It’s the failures
we don’t understand that we can’t fix.”
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By evaluating leadership and teaching as cause variables, the
resilient leader moves away from blame in times of distress and
avoids giddiness in times of success. This leader is sustained not by
easy victory but by the challenges associated with linking her
efforts and those of her colleagues to improved results. She values
neither luck nor undefined success, but only those results that she
can associate with her own professional effort. This confidence is
the heart of resilience. When times are tough, the resilient leader
does not rel